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Abstract 
This study investigated Biology teachers’ knowledge and practices of performance assessment introduced with the recent 
curriculum reform in Turkey. Data for the study was collected through a questionnaire and in dept interviews with 22 Biology 
teachers working at secondary schools from both rural and urban areas of Trabzon, Turkey. According to the findings, changes 
introduced regarding the assessment system with the new curriculum have not entered the classrooms yet, mainly because of the 
lack of knowledge and skills of teachers.  Suggestions to better equip teachers with the requirements of the changes, through 
provision of appropriate training and experiences for conceptual change, were included at the end of the paper.
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1. Introduction 
Recently, there has been a paradigm shift in assessment in schools to include alternative, performance based 
assessments in many countries, such as U.K. (TGAT, 1988; Black and Wiliam, 1998; ARG, 2002; OFSTED, 2003), 
the USA (Stiggins and Conklin, 1992; Bol, Nunnery, Stephenson and Mogge, 2000), Australia (Scouller, 1996), and 
Canada (Ross, Hannay and Hogaboam-Gray, 2000). The main reasons proffered in support of the need for such a 
paradigm shift in assessment are that existing assessment practices are inadequate and ineffective in assessing the 
valued outcomes of student learning and in providing valid and reliable measures of achievement in schools (Black 
and Wiliam, 1998; Wiliam, 2003). These concerns, coupled with the increasing realisation that assessment has a 
potential to enhance and shape student learning, have justified the movement of assessment in schools from 
traditional test based to an alternative performance based forms of assessment with an argument that such a shift will 
make a strong contribution to the improvement of learning in schools (Black and Wiliam, 1998a; 1998b; Wiliam 
1998; White, 1999; Black, Harrison, Lee, Marshall, and Wiliam, 2002).  
Parallel to the developments in other countries, policy makers in Turkey have also started to question the context 
and quality of assessment in schools. As part of the reform movements, curriculum programs have undergone 
significant changes to include constructivist learning and teaching strategies and the notion of alternative assessment 
have been introduced (MEB, 2007).  
* Sabiha OdabaúÕ Cimer. Tel.: +90 462 377 7323;  fax: +90 462 248 7344. 
E-mail address: sabihaodabasi@gmail.com. 
Procedia Social and Behavioral Sciences 2 (2010) 2661–2666
© 2010 Elsevier Ltd. Open access under CC BY-NC-ND license.
Open access under CC BY-NC-ND license.
2662  Sabiha Odabas¸ı Cimera and Ilknur Cakır / Procedia Social and Behavioral Sciences 2 (2010) 2661–2666 
The main emphasis in the concept of alternative assessment is reflected in two key terms; performance and 
authentic. The term “performance” denotes the kind of response to be examined while “authentic” donates the 
assessment context. In other words, alternative assessments are oriented to assessing students’ performance and the 
tasks are expected to be related to the real world problems and issues (Wiggins 1993; Elliot, 1995).
There are a variety of definitions for performance assessments in the literature. A general definition is that 
performance assessments comprise “a continuum of assessment formats ranging from the simplest student 
constructed responses to comprehensive demonstrations or collections of work over time” (Elliot, 1995: 1). Overall, 
the main point in performance assessment is that the student is called upon to " do" instead of simply “recall.
However,  the  notion  of "doing something" in performance assessment does not mean that all hands on activities 
can be used as performance assessments, rather, performance assessments require individuals to apply their 
knowledge and skills in context, not merely completing a task on cue (Wiggins, 1993). This view reflects the 
definition of science learning that emphasizes students’ investigative and reasoning skills  (Gitomer and Duschl, 
1995). Thus, assessments should demand the application of knowledge and reasoning rather than being a  “follow 
the instructions” kind of activity.  
To summarize, whatever format they take performance assessments are generally valued for:  
x assessing students’ construction rather than selection of a response or recall, 
x illuminating students’ understanding of concepts and inquiry skills and making students’ thinking visible, 
x showing how students communicate about their science knowledge, and  
x providing opportunity to observe students’ behavior on tasks resembling those commonly required for 
functioning in the world outside school. 
Because of these features, performance assessment is claimed to better fit a constructivist view of students as 
goal seeking, thinking individuals and are, therefore, considered as more valid approaches to assessing students 
when compared to standardized tests (Shepard, 1989; Guskey, 2001; Wiliam, 2003).  
It is true that teachers are at the heart of every educational process in the classroom.  Success of any educational 
reform depends on the teachers’, as the implementers of the system, understanding and application of the 
requirements of the reform. Thus, as attempts have been made to bring about necessary changes and improvements 
in teaching, learning, and assessment in schools in Turkey, it is important to explore how teachers understand and 
apply aspects of performance assessment and interpret their role in this process. This will pave the way for 
professional development initiatives aimed at transforming teachers’ epistemologies in line with the new 
requirements of the system. Unless teachers’ underlying assumptions are assessed and refocused, little can be 
achieved in transforming their instructional and assessment practices. Therefore, the aim of the present study is to 
reveal teachers’ perceptions and practices of performance assessment in their classrooms.  
2. Methodology 
This is a small-scale survey research investigating teachers’ perceived level of knowledge and practices regarding 
the performance assessments introduced with the recent reform movements in Turkey. A written questionnaire, in-
depth teacher interviews and document analysis provided data for the study. 
The sample for the study included twenty-two  secondary Biology teachers working at schools from both rural 
and urban areas of Trabzon, Turkey. Nine of the teachers were male and thirteen were female.  The participants 
were selected randomly among the teachers who were willing to participate into the research. All of the teachers 
responded to the questionnaire and volunteered to participate into the interviews. Because of the ethical 
considerations, when analyzing the data, every participant was assigned a code which is a number and these codes 
are used in the paper. 
The quantitative data from questionnaires was analyzed using SPSS 15.0 statistical program. The qualitative data 
from the interviews were analyzed qualitatively following the procedures advised by Merriam (1988), Miles and 
Huberman (1994), Bogdan and Biklen (1992).  After completing the data collection, tape recordings were 
transcribed verbatim as soon as possible and content analysis, which comprised generally determining codes first 
and then, pulling them together to form categories based on the research questions so that they become the answers 
to the research questions.
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3. Results
The questionnaire asked teachers to indicate their perceived level of knowledge regarding the assessment 
methods introduced with the new curriculum. The teachers’ responses can be seen in Table 1. 
 As is clear from the table, mean scores of the teachers’ knowledge of the various performance assessment 
methods changed between 2–3, meaning that their levels of knowledge of these methods were between low and 
medium. Supporting this, during the interviews it was seen that teachers were aware of the changes and the 
requirements of the sytem but they did not implement them. When asked about the methods they used to assess their 
students, all of the teachers indicated primarily using written tests, which they had already been using before the 
changes were introduced. These tests comprised multiple choice, fill in the blanks and true-false type questions. One 
of the teachers said;  “There are different methods and techniques but we don’t use them. We ask different types of 
questions in the exams, like fill in the blanks, true-false, multiple choice written response. We had also been doing 
this before the new curriculm was introduced”.  
Table 1: Teachers’ self reported levels of knowledge of different assessment methods and techniques *
Knowledge level 
1 2 3 4 5 
Topics
f % f % f % f % f % 
X
Performance assessment 1 4.5 16 72.7 4 18.2 1 4.5 -  - 2.22 
Portfolio 2 9.1 14 63.6 4 18.2 2 9.1 -  - 2.27 
Concept map 1 4.5 8 36.4 8 36.4 5 22.7 -  - 3.00 
Structured matrix 3 13.6 8 36.4 8 36.4 1 4.5 2 9.1 2.59 
Branched three 1 4.5 8 36.4 9 40.9 2 9.1 2 9.1 2.81 
Word association 6 27.3 7 31.8 4 18.2 4 18.2 1 4.5 2.40 
Projects 1 4.5 10 45.5 5 22.7 5 22.7 1 4.5 2.77 
Drama 4 18.2 8 36.4 7 31.8 1 4.5 2 9.1 2.50 
Interviews  2 9.1 11 50.0 3 13.6 1 4.5 5 22.7 2.81 
Assignments 4 18.2 2 9.1 8 36.4 5 22.7 3 13.6 3.04 
Demonstrations  1 4.5 6 27.3 8 36.4 2 9.1 5 22.7 3.18 
Posters 1 4.5 4 18.2 11 50.0 2 9.1 4 18.2 3.18 
Group and/or peer assessment 3 13.6 13 59.1 4 18.2 1 4.5 1 4.5 2.27 
Self assessment 3 13.6 12 54.5 5 22.7 2 9.1 -  - 2.27 
Knowledge map 7 31.8 10 45.5 5 22.7 -  - -  - 1.90 
Check lists 4 18.2 9 40.9 7 31.8 2 9.1 -  - 2.31 
Rubrics 6 27.3 12 54.5 -  - 4 18.2 -  - 2.09 
*1: non …..5: vey good 
In addition to tests, seven of the teachers also indicated using branched three, structured matrix and concept map 
techniques in their assessments. One said; assessment methods changed. Especially structured matrix and branched 
three are asked to be used. In addition, tests like fill in the blanks and true-false, are also indicated in the 
curriculum andwe are  expected to implement them. We had already been using these tests before the changes ”.
One reason for choosing to use these three techniques may be that sample documents related to these techniques 
are included in the textbook. The teachers also indicated that they did not prepare the materials themselves, as 
sample materials for these techniques were provided in ready to use from in the textbook. In addition, they were 
quite open to indicate that they did not have enough knowledge to prepare these materials themselves.   
Two of the teachers interviewed indicated using portfolios. Looking at the examples of the portfolios that they 
provided, it was seen that they were only the collection of materials that students were asked to include. From their 
comments during the interviews it was also evident that the teachers did not know what really portfolio was and how 
to use portfolios effectively. One of the teachers used portfolios with her 12th graders to thelp them prepare for the 
University Entrance Exam through collecting study materials in a folder. Similarly, the other teacher defined 
portfolio as “the work done out of class”  and used portfolio to collect students’ out of class work; “I  use portfolio. 
They (students) put the tasks they completed after the class and other materials of their choice related to the lesson 
in their portfolios”. As it is done out of class, the teacher said, “I do not think the work they do will do any good for 
them”.
Clear from the teachers’ comments during the interviews was that they were not provided any training or other 
kinds of information on the use of portfolio, rather they learned it themselves and tried to implement it; “I did not 
2664  Sabiha Odabas¸ı Cimera and Ilknur Cakır / Procedia Social and Behavioral Sciences 2 (2010) 2661–2666 
know it… I learned it my self and tried to use with my students. I give them homework and tests and they put them in 
their folders. Ihave been using it for two years. Some of the students liked it. I try to help students become better at 
solving questions. I use the portfolios to assign second exam grade. Every good work in the portfolio is graded.”.
Two of the teachers indicated that they assigned performance tasks to their students. They said that they asked 
their students to conduct research on a topic or do a performance task. However, the number of these tasks was 
limited, as one said; “I give them performance tasks but not too many. If I give them too many tasks to complete they 
ask someone else to do it for them. I try to give tasks that will be beneficial and they can manage”. The teachers 
graded these tasks and used as the second exam grade.  
A number of reasons could be drawn from the analysis of the interview data regarding the reasons for teachers’ 
not implementing performance assessment in their classrooms. One is teachers’ limited knowledge of the methods. 
Interesting to note that although all of the teachers in the study had attanded inservice courses on the new curriculum 
and assessment approaches, they did not have any or sufficient knowledge about performance asssessment methods. 
Portfolio was the method with which most of the teachers were unfamiliar. One of the teachers said, “I want to use 
portfolios, but I do not know anything about it”.  
Common claim made by the teachers was that in the INSET courses they attended, the topic of assessment had 
not been covered well. The curriculum and the changes had been presented but limited or even no information had 
been given about performance assessments. Therefore, their common request was to have a training on the effective 
applications of the performance methods. One  said; we need information about the methods. During the INSET I 
attended, they provided an example but it was not understood. We can’t implement them as we do not know them. 
We need a training on the effective applications of the methods”.
In addition to the lack of knowledge, the other reason for teachers’ not using performance assessment methods 
was related to the students. The teachers said that as students did not do the tasks they assigned they did not want to 
use them. One of the teachers said; “I don’t assign performance tasks as students  do not do the tasks. I dont’t use 
portfolios either, because I don’t know about it”.  As the reason for such attitude of  students was that these tasks 
were mostly not graded and therefore students did not pay attention.  
The third reason was  related to the time constraints and heavy curriculum. As there were too many topics to be 
covered in the curriculum and limited time, they could not devote any lesson time to the performance work or did 
not have time to check students’ work. A teacher said; “I don’t use portfolios. Even if I wanted, it seems impossible 
as I have to cover too mant topics in a limited time. On the other hand I don’t really know what it is and how it is 
used”. In relation to this, another reason was crowded classrooms. As there were too many students in a class, it was 
not possible to assign such work. One said; “No. I do not use them. I have four classes to teach and at least 30 
pupils in each class. It is impossible”.
4. Discussion and Conclusions
This study was conducted to reveal teachers’ knowledge and practices related to the performance assessments 
that was introduced with recent curriculum reform in Turkey. Overall, the results obtained showed that performance 
assessment was not effectively implemented in schools where this study was conducted. The teachers continue to 
use traditional tests in their assessments. Only a few used portfolio and performance tasks, but they are not 
implemented effectively. For example, only two teachers indicated that they used portfolios but they treated it only 
as a folder to collect students’ work. However, what makes a portfolio a valuable learning and assessment tool is its 
self-reflection component. Self reflection process adds on the benefits of portfolio process to learning and 
differentiates it from a process of simply collecting samples of students’ work in a folder (Paulson, Paulson, Meyer, 
1991; Çimer, 2004). Thus, clearly, changes in the assessment system could not enter classrooms. Several reasons 
could be identified from the data regarding this result.    
The main reason drawn from the data is teachers’ lack of knowledge of performance assessment methods. This 
result needs attention considering that all of these methods are those introduced with the curriculum reform and 
participant teachers had attended at least one in-service course on the introduction of the new curriculum and 
assessment methods. There is, therefore, a need for inquiring in to the effectiveness of INSET courses conducted. It 
is true that unless requirements of the change explained to the implementers well and any questions in their heads 
resolved, there is no chance for successful implementation of any change. Thus, effectiveness of the INSET courses 
is one issue to be considered.  
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The teachers in this study reported that the INSET courses they had attended were ineffective in terms of 
providing information on performance assessments. Ineffectiveness of INSET courses on the alternative assessment 
has also been reported by other researchers (Ayas et al., 2007; ÇakÕr & Çimer, 2007). The researchers indicated that 
the courses on the new curriculum and especially on the alternative assessment methods were ineffective mainly in 
terms of the quality of instructors, teaching methods employed, duration of courses and support after training. 
Effective INSET comprises effective planning, effective delivery with a combination of presentation, modelling, 
practice, feedback and coaching and, effective evaluation with follow up work (Ayas et al., 2007; Çimer, ÇakÕr & 
Çimer, 2010). 
Previous research also reported that teachers from different subject areas and levels of education did not have 
necessary knowledge and skills to implement alternative assessments effectively in their classrooms (Gözütok, 
Akgün & Karacao÷lu, 2005; Yaúar, et. al., 2005; Ayas et al., 2007; ÇakÕr & Çimer, 2007). Clearly, the results of this 
study regarding the lack of knowledge of teachers in the effective implementation of the performance assessment in  
schools support the results reported in the research conducted in the last five years. As the problem still persists, we 
can claim that research results have not been taken into account by INSET planners, policy makers or teacher 
educators. This issue needs attention. There is a need for collaboration between policy makers, INSET planners, 
academics and teachers.  
A concern to cover heavy curriculum in limited time, crowded classrooms and lack of interest on the part of 
students were other reasons why teachers did not use performance assessment, especially, performance tasks and 
portfolio in their classrooms. The lack of interest of students is important to consider. Teachers are asked to assess 
their students using performance assessment methods, however, the results of these assessments have very little 
contribution to the students’ final grade. Official expectation is that teachers report an overall score from three 
exams, which comprise two written tests and one performance assessment. This performance grade is the mean of 
the scores from all performance tasks assigned during a term. Thus, each performance task has very little 
contribution to the final grade. As the students know that they do not want to do these tasks. Official policy also 
indicates that the grade of a student from performance assessment can not be lower than the grades obtained from 
written exams. Such regulation puts written exams or tests on a higher position than performance assessments and 
attaches more importance to them.  
Overall, the changes introduced in the assessment system in Turkey, obviously have not entered the classrooms 
and teachers continue to use traditional methods that they had been using before the reform. As indicated earlier at 
the beginning of the paper, students develop skills that are assessed (Scouller, 1996; Black and Wiliam, 1998) and 
we cannot expect our students to engage in higher order thinking skills, which is an expectation of  the new  
curriculum in Turkey, unless our assessments demand it. The assessments teachers reported in the present study may 
produce students who have factual knowledge but may not foster individuals who reason, think and solve problems, 
whom Turkish society needs for the future. Hence, teachers should be equipped to use performance assessment in 
schools that target the valued outcomes of science learning and teaching in today's world, which place greater 
emphasis on the students' ability to inquire, to reason scientifically, to apply science concepts to real-world 
situations, and to communicate effectively. 
5. Suggestions and Implications
This study supported what previous research reported regarding teachers’ inadequate knowledge and skills to 
implement the requirements of the reform in assessment. Thus, there is a need for an effective INSET to equip 
teachers with the necessary knowledge and skills and adequate guidance and support after the course should be 
provided to help them implement the methods effectively.  
There is also a need for new regulations on the grading system to increase the weight of performance assessment 
grade in the final grade. 
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